The purpose of this contribution is to elicit a reflective perspective on the role and function of English language teaching materials traditionally used in the language classroom, in a time of change for English and for the pedagogical principles underlying its teaching. This time of change is represented by the emergence of English as a Lingua Franca (ELF), by the growing diffusion and use of information communication technology (ICT), by approaches to language learning inclusive of content (CLIL), and by contexts characterised by plurilingualism and multiculturalism An overview of what traditionally accompanies teachers and learners -from course-books to teachers' self-produced handouts -in the teaching-learning process of a language whose current status is undergoing major changes, is first presented. A reflective approach in the teaching of English within a moveable scenario where new language contacts are challenging English traditional standards and its varieties and the role of language for learning has been informing classroom practice, is then offered and implications discussed. This contribution has deliberately chosen to focus only on a few of the numerous research fields and tools that are emerging in the language classroom and within the teaching materials scenarios, such as the notion of authenticity, the use and role of corpora, the function of communicative and mediation strategies, the representation of culture and the emergence of intercultural competence. Implications and practical suggestions for teaching materials follow each of the sections.
LANGUAGE TEACHING MATERIALS
Materials in the field of foreign or second language teaching have traditionally been associated with all that supports and sustains teachers in their job before, during and after the language lessons as, for example, the course-book that has traditionally been perceived and used by both teachers and learners as the backbone of language learning (SHELDON, 1987; COOK, 2003; LITTLEJOHN, 2011) . But course-books do not always provide all that is needed in the language classrooms, and teachers usually look for other forms of support to their work, particularly authentic audio, video or written texts preferably accompanied by appropriate learning tasks. They can thus either resort to publishers or develop their own materials (CANDLIN & BREEN, 1979; RICHARDS, 1993 RICHARDS, , 2014 UR, 1996; LITTLEJOHN, 2011; TOMLINSON, 2003) .
There are different types of teaching materials differently designed, including teacher-developed materials, commercial materials and technology-driven materials. Traditionally supporting course-books, language teaching materials -paper or digital texts -can be represented by publishers' products or just by teachers' own selected and/or adapted foreign language audio or video input from all types of multimedia texts available in the press as well as on the internet. Language teaching materials are often produced and distributed by publishers, usually the first ones to perceive changes occurring in the field and ready to offer immediate teaching solutions; but materials are also frequently developed by teachers themselves, who add their personal response to their teaching needs as well as their own perspective in the teaching-learning process. So, when practitioners talk about teaching materials, they usually refer to all that would help them enhance the learning environment in their daily work and what they look for is often, but not always, provided by the publishers. When publishers talk about materials, they usually perceive them as a set of teachers' most needed products, often, research-based, to be distributed in the market (LITTLEJOHN & WINDEATT, 1989; RICHARDS, 1993; RICHARDS & MAHONEY, 1996; HOWATT & SMITH, 2014) . There is thus some sort of mismatch between what teachers and students actually need, how their needs are being perceived by the publishers and what is then offered on the market. There are also cases where needs are induced and teachers often end up adjusting to new products without questioning their value for learning.
Publishers' products usually consist of course-books, grammar books, on-line learning and teaching resources such as workbooks for learners' home revision, test practice, international certifications exam preparation, pronunciation apps, extra listening files, videos and documentaries, live interviews usually accompanied by supporting tasks, etc . A vast number of research studies and publications have specifically addressed language teaching materials, but the majority of these mainly focus upon criteria to be adopted for material evaluation or guidelines for material design and development (TOMLINSON, 2003 (TOMLINSON, , 2010 (TOMLINSON, , 2011 . Very seldom publications on materials have taken into consideration how materials are being used and perceived by both teachers and learners inside and outside the classroom walls (GARTON & GRAVES, 2014 : 2) and 184 Feira de Santana, v. 18, n. Especial, p.182-199, outubro-dezembro/2017 how teachers develop their own materials as a response to those societal changes and innovations that may affect education as well as learners' language learning (TOMLINSON, 2012:144) . Since teacher-produced materials are localised responses to specific needs, they often play an important role to bridge the gap between the classroom and the world outside and reveal emerging trends in language teaching.
A TIME OF CHANGE
The last thirty years, characterized by globalization and major societal changes, have in diverse ways influenced language education and determined challenging innovations in English language teaching (ELT), redefining its construct and its approaches. One of the most interesting and visible changes in ELT is teaching English within a moveable scenario where new language contacts are challenging English traditional standards as well as its varieties. The intensive social fragmentation processes due to the recent tidal migration flows, together with the unstoppable diffusion of new technologies, social networks and multimedia, have created new sociolinguistic environments where languages are undergoing a unique transformative process of their borders as well as of their traditional functions.
Among the major changes of the last two decades, the growing diffusion of multilingual population and the changes English has undergone, have both proved extremely influential in language education. English has spread all over the countries in addition to the autochtonous languages, but without actually threatening their existence, rather 'with the advantage of being ethnically neutral' (KNAPP, 2015, p. 174) . As David Graddol (2006, p.9 ) underlined in English Next, his second report on the status of English, the relationship between English and globalisation is a complex and reciprocal process since "economic globalisation encouraged the spread of English but the spread of English also encouraged globalisation". This wide diffusion of English has raised a number of issues regarding its varieties, its function in a global, multicultural and plurilingual society and the implications of teaching it in different contexts all around the world.
A number of research studies on new instantiations of English are beginning to have an impact on language teaching approaches and acquisition theories in multilingual contexts; this has inevitably been influencing the development, choice and use of coursebooks and materials. The shift towards a more learner-centred approach in contexts where the vast majority of English teachers are non-native speakers, demands for changes in materials design, specifically in terms of resources that would constitute the input and of the type of tasks being used. Materials, according to Tomlinson, should "provide exposure to authentic use of English through spoken and written texts with the potential to engage the learners cognitively and affectively" (TOMLINSON, 2010, p. 4) , and should "include activities which help learners to notice for themselves salient features of the texts" (TOMLINSON, 2010, p. 5) . These recommendations reflect the implications of the changes occurring at educational level as well as those triggered by the sociolinguistic 185 Feira de Santana, v. 18, n. Especial, p.182-199, outubro-dezembro/2017 scenarios and by the need to revisit English language use.
The new scenarios offered by the multiple language and transcultural flows, by the emergence of English as a Lingua Franca (ELF) and by the role and function of the nonnative English speakers teachers (NNESTs), challenge existing paradigms and demand teachers and publishers for a shift in perspective particularly in terms of English language teaching and material development (SHARIFIAN, 2009; COLEMAN, 2011; GARTON & GRAVES, 2014) . Questions such as "What English or whose English needs to be taught?" are not only investing curricular choices, but they are unveiling features of language education, such as the notion of authenticity, the aural-oral processes or the native standard models, that are all worth revisiting, together with the idea of revaluing the potential of English users' frequent use of code-switching, translanguaging or codemeshing in interactions. All of this constitute a new perspective to be added in teaching as well as in language teaching materials.
CHANGES AND IMPLICATIONS IN LANGUAGE TEACHING MATERIALS
The previously described societal and sociolinguistic changes currently affecting English language education are of diverse nature: from the widespread use of ICT and of social networks, to the emergence of ELF and of multilingual interactions, where learners -and teachers -are more and more exposed to a globalized context, to out-of-school exposure to English thanks to the daily contact with the Internet, with TV series and from localised materials. Teachers find themselves in a situation where their learners' needs are not as predictable as they had been for a long time, where course-books and materials are only partially a response to those needs. What type of actions are thus likely to be undertaken by publishers, teachers and material developers? Actions that would take into account a moveable scenario where English is a plurilithic reality and learners are already using English to interact with other non-native speakers and where learners use new forms of communication in on-line conversations and need to use accommodation and mediation strategies in order to negotiate the meaning of their messages.
Let's now look at some of those innovative notions and relevant research fields that are emerging in these moveable scenarios and explore how teachers may inform their English language lessons, either by extending their course-books with new tasks and activities or by devising complementary classroom-based teaching materials. Notions as authenticity, English as a Lingua Franca, cultural and intercultural competence, tools as ICTs and corpora, approaches such as content and language integrated learning (CLIL), the development of aspects of pragmatics (CRANDALL&BASTURKMEN, 2004) of communicative and mediation strategies are unavoidable features of the English language classrooms and are de facto beginning to inform English course-books and all types of teaching materials. In the following sections, some of the traditional teaching tools and innovative approaches will be briefly presented within a new perspective and possible 186 Feira de Santana, v. 18, n. Especial, p.182-199, outubro-dezembro/2017 ways of extending their use within the language classrooms as teaching materials, will be illustrated.
COURSE-BOOKS
Based upon theoretical and practical pedagogical perspectives, course-books, as well as supporting teaching materials, are the most powerful tools in guiding teachers' work and sustaining learners' development, because they are chosen by teachers themselves, the only ones who know about and are capable to respond to their classroom needs; but a course-book does not always meet the variety of conditions present in a language classroom (UR,1996; RICHARDS, 1993 RICHARDS, , 2014 RICHARDS & MAHONEY, 1996) . Sometimes, teachers need to explore teaching materials outside course-books and modify them in order to be relevant to the needs and the demands of particular groups of students. Course-books, whether global or local, are still perceived by both teachers and learners as the primary source for language learning, they save teachers' preparation time, provide a carefully structured teaching and learning path and are reliable resources, as it is often the case with the grammar book, that is still there next to teachers and learners, mainly with a reassuring function.
Among the questions to be used when analyzing and evaluating course-books, the following are examples used within a language teacher education course adopting a reflective WE/ELF-informed approach held at Roma Tre University, Italy (LOPRIORE & VETTOREL, 2015) :
 Do current course-books offer an innovative approach with a view to the multiplicity of English language varieties and variations, as well as to the growing numbers of multilingual learners? Do course-book take into account the need to develop learners' cultural and intercultural awareness and competences? Through these questions teachers were elicited to reflect on WE&ELF relevance for language learners, on the current plurilingual school population as well as on the need to develop learners' intercultural awareness.
 Do course-books accompanying materials provide teachers with multiple authentic resources and with communicative tasks focused on strategic and mediation interactions? Are samples of authentic spoken language provided as part of spoken language development? Is the traditional list of language functions enriched with examples of negotiation and accommodation? Are aspects of pragmatics part of the spoken language component? These four questions are meant to elicit teachers' attention to the use of authentic resources and to the main features of spoken interaction.
 How much and how is content and language integrated in the syllabus? This was particularly meant to focus teachers' awareness of ways content is presented through language.
187 Feira de Santana, v. 18, n. Especial, p.182-199, outubro-dezembro/2017  What contexts and which characters are used to represent English speaking cultures? In all WE/ELF informed teacher courses, the first step to have teachers reflect upon course-books is by focusing on how English speaking cultures are represented.
Even if in course-book presentations publishers highlight their 'global' orientation and the presence of English-speaking characters from diverse cultural and linguistic backgrounds, course-books are still very much based on an EFL view and on nativespeaker models, and this is clearly traceable in the audio recordings and visible in the type of activities that are being promoted (VETTOREL & LOPRIORE, 2013; TAKAHASHI, 2014; CALEFFI, 2016) . Very seldom, for example, course-book audio and video materials offer recordings of varieties of English by native and non-native English speakers. Listening activities in course-books rarely ask learners to focus on features of authentic conversations, to notice differences and similarities in pronunciation or to respond to a variety of audio inputs. Listening development is very often limited to discrete item understanding. Spoken language is seldom explicitly taught and communicative, accommodation and mediation strategies are rarely included in the course syllabus nor their use enhanced in the tasks provided (CALEFFI, 2016) .
Implications for teaching materials Course-books, even if they do not offer room for teachers' individual teaching paths, can still offer a springboard for teachers, since they can daily rely on them and, at the same time, further develop their contents by resorting to and adapting authentic materials, such as on-line resources, by devising appropriate tasks, or by engaging learners in noticing activities, for example, in oral interactions by using, for instance, excerpts from TV series. Audio and video materials currently available on the web are excellent resources for teachers who wish to integrate their lesson plans and their course-books, and in many cases they have already been transformed to teaching aids by the same producers, as in the case of TED materials, for example.
GRAMMAR BOOKS
In spite of several changes occurred in language teaching approaches and in the type of materials considered useful for language learning, the way classroom grammar books have developed in time, has brought very little changes in their construct as well as in their organization. This is mostly due to authors' and users' inner beliefs about what language is and how it should be represented so, even if course-books have brought about numerous and important innovations, a much slower change has occurred in the way grammar books are conceived and developed. Grammar, this uncountable noun referring to a system of rules, has always been looked at as something separate from the communicative process, to be learnt by means of a grammar, a countable noun referred to those books where grammar rules are contained and explained (LARSEN-FREEMAN, 2000 . But grammar can be perceived -and learnt -also as a dynamic process, as something that one does in order to understand language whereby learners themselves 'grammar', a verb, i.e. make sense of language. In a time of change where language in use is the starting point for sustaining language awareness, the traditional format of grammar books can be exploited if language awareness activities are complemented by language in use activities.
This view of grammar as a process was introduced by Diane Larsen-Freeman (2000 who challenged both the traditional association of 'grammar' with the idea of 'rules' and the arbitrariness of rules. Learners, according to Larsen-Freeman (2000) , should constantly be encouraged to understand the reasons underlying rules since reasons are broader-based than rules: they explain 'more phenomena than single syntactic structures'. 'The way to address the problem is to change the way teachers think about grammar […] grammar is a dynamic system' (LARSEN FREEMAN in PEREZ-LLANTADA , 2007: p.158) . Larsen-Freeman (2000) provides clear guidelines on how to sustain teachers in overcoming barriers set by traditional grammar presentations as well as learners in their reasoning about language.
Implications for teaching materials Within this reflective approach teachers can make the reasons behind rules 'transparent', students will be able to use the reasons and the rules rather than learning the rules by heart. Learners will be able to see the logic of the language and they will acquire a lifelong skill that will empower them. In this type of approach to grammar, teachers play a fundamental role since they can develop specific language tasks and prepare sets of teaching materials with samples of authentic language use, by asking learners to 'reason' about language and to 'notice' language use, encouraging them to draw their own conclusions about 'how' a structure is formed, 'what' it means and 'when and why' it is used. Teachers' produced materials can be developed within this type of approach, accompanying traditional grammar teaching and complementing the use of grammar books.
AUTHENTICITY
The notion of authenticity has been explored and discussed in diverse contexts and on different occasions over the last forty years (BREEN, 1985 (BREEN, , 1987 DAY, 2003; WIDDOWSON, 1978 WIDDOWSON, , 1990 GILMORE, 2007; WATERS, 2009) , mostly in terms of the type of constructed vs. authentic language samples as used in course-books, and it is now once more brought under the magnifying glass of recent research on English as a Lingua Franca, an area that challenges the very nature of authenticity and highlights the relevance of social context and the notion of localized language use (PREISLER, 2014; PINNER, 2016) .
Michael Breen (1985) had originally made a distinction between four types of authenticity: the one of input texts, that of learners' interpretation of those texts, that of learning tasks, and the one of classroom social context (BREEN, 1985: 61) . He had though, according to Widdowson, "generalized the meaning of authenticity" by assuming that whatever takes place in the classroom is authentic (WIDDOWSON, 1990: 46) . In terms of pedagogical principles, Breen's distinction rightly underlines that there are different senses of the word authenticity, while Widdowson sustains that no materials are authentic in their own right, rather they need to be authenticated by those using them (WIDDOWSON, 1978) , i.e. by the learners and by their teachers. More and more there is the need to focus on local contexts, trusting teachers' experience and developing appropriate localized materials and course-books for specific language groups (GILMORE, 2007) . Teachers, particularly non-native ones, can thus encourage learners to 'practise' authenticity by engaging them both in the use of authentic materials, but also by engaging them in tasks whereby resorting to communicative strategies they 'authenticate' their language use (PREISLER, 2014) .
Implications for teaching materials
This emerging notion of authenticity thus provides a new role and a different function to local teachers who would become the 'local and legitimate authors' in classroom-based curriculum and teaching materials development. Local teachers would thus be the only ones capable of identifying classroom needs, look for local materials, respond to learners' needs and find appropriate resources; they would engage learners in 'authentic' exchanges through meaningful and 'authentic' tasks, whereby learners would be put in the position of resorting to all their language resources, of using their communicative strategies, as well as of identifying samples of authentic language as used outside the classroom. This type of approach would thus empower learners as confident language users and would encourage teachers to work in teams, to identify and use a variety of out-of-classroom authentic resources, and to develop materials accompanying traditional teaching materials as course-books or grammar books, thus highlighting diverse instantiations of English language and building strong local teacher communities.
CORPORA
In the last two decades studies of language have been more and more represented by studies of language use, of how the language used by speakers and writers is used in naturally occurring texts. The analysis of language use goes beyond traditional grammar description and investigates the reasons why language has so many structures similar in meaning and grammatical function. There are many factors to be taken into consideration in this respect as, for example, the recurrent patterns in language exchanges, the features of the language used by different authors, the varieties of the language we daily choose to adopt, and the different registers used in conversation, in newspapers or in radio news.
In order to find out more about typical patterns of language use, the extent to which patterns are found or the factors that influence variability, we cannot just rely on intuition and we should refer to a large amount of language. A corpus is a large and principled collection of natural texts or utterances considered more or less representative of a language that, mainly stored as an electronic database, is used for purposes of general linguistic analysis. The corpus based approach has provided a way to investigate language use without wasting too much time, thus enhancing the development of more and more research work while providing a new perspective to the teaching of foreign languages. Corpus Linguistics is a method in linguistics which involves the computerized retrieval, and subsequent analysis, of linguistic elements and structures from corpora (LOPRIORE, 2012, 50) .
The use of Corpus Linguistics has introduced a different way of exploring language in current foreign language publications as well as in language research studies in ESP, in discourse analysis or in media studies (SINCLAIR, 1991; BIBER, CONRAD, REPPEN, 1998) . In the last few years foreign language teachers have frequently encountered this term associated to different fields and areas even if they haven't yet started to use it themselves or to fully understand its contribution to language studies. Corpus studies are now being used more often to inform the production of teaching materials so that the more common choices of usage are given more attention than those which are less common (LOPRIORE, 2012, 52) . This type of corpus-based approach to material development is gradually leading to a reflective change in teachers' view of the language while enhancing learners' personal response (SINCLAIR, 2004; O'KEEFE, McCARTHY, CARTER, 2007; REPPEN, 2010) . Corpus examples expose students to the kinds of sentences that they will encounter when using the language in real life situations. Language corpora have recently become a resource for the language learning and teaching processes, because corpora may unveil information about the way language works and may prove a powerful tool for developing learners' language awareness. There is a growing number of corpora of standard English and of its varieties, besides the British National Corpus, the American Brown Corpus, the spoken corpus of MICASE, the Cambridge Corpus etc., there are also corpora of English Lingua Franca, such as the VOICE Corpus, the ELFA Corpus and the ACE.
Implications for teaching materials Corpora can sustain teaching material development, course-book writing and lesson planning, because they offer teachers the opportunity to base their work on naturallyoccurring language, thus avoiding the use of purpose-made examples. Teachers can use corpora to investigate language in use (idioms, collocations, lexical phrases or grammar patterns), identify uses of a language (register, genres, ESP) or understand how spoken language works. Using specific software, teachers -as well as students -can produce lists of frequencies, discover patterns in natural language that would not otherwise be visible, and analyze how language systematically clusters into combinations of words or chunks (McCARTHY, 2006; LOPRIORE, 2009 LOPRIORE, , 2012 REPPEN 2010) .
The existence of numerous corpora of standard varieties as well as of varieties and variations of English, offers yet another opportunity for learners to notice different instantiations of language in use and to teachers to use them for developing teaching materials (McCARTHY, 2006; O'KEEFE, McCARTHY, CARTER, 2007; LOPRIORE, 2009 LOPRIORE, , 2012 REPPEN, 2010) . Most corpora are currently available on-line and some websites, as the one provided by Mark Davies at Brigham University, where different corpora are available for consultation, can facilitate classroom-based activities locally led by teachers and represent yet another and innovative teaching materials 191 Feira de Santana, v. 18, n. Especial, p.182-199, outubro-dezembro/2017 Teachers, by resorting to corpora or by developing their own corpus, may more easily match what they teach about the language with samples of language in use and show authentic examples taken from spoken or written language corpora; teachers can thus become researchers into their own practice and provide more learning-centred, consciousness-raising activities. Resorting to corpora may prove useful for language learners since, by observing language in use, they are empowered, they formulate hypotheses about the language in a text and they check their hypotheses in the corpora, they start acting as 'language detectives' thus becoming more autonomous learners.
COMMUNICATION & MEDIATION STRATEGIES
Language learners have linguistic constraints and face communication problems and breakdowns more often than first language users. The new multilingual landscapes where most English language learners and teachers work, demand for skills to facilitate communication as well as for specific practice tasks aimed at sustaining learners' development of effective communicative skills. This is particularly true when breakdowns occur in communication and must be overcome when interacting with other non-native speakers in a multicultural environment, as it is the case of most schools nowadays. This is achieved mainly through a conscious use of strategies of different types, all regarded as powerful learning tools that should be embedded in the language learning process.
But, what are 'strategies'? And how can they become part of the teaching-learning process? Communication strategies are: "potentially intentional attempts to cope with any language-related problems of which the speaker is aware during the course of communication", (DÖRNYEI &SCOTT, 1997, p. 179) and they should be sustained and enhanced by teachers with authentic tasks and materials. The vast existing literature on language strategies, starting from the seventies, has included studies on learning strategies, "devices a learner may use to acquire knowledge" (RUBIN, 1975, p. 43 ) that have been greatly influential on ELT pedagogy (STERN, 1975; RUBIN, 1975 RUBIN, , 1987 TARONE, 1980; OXFORD, 1990; O'MALLEY et al, 1985) , on communicative strategies "devices for compensating for inadequate resources" (ELLIS, 1986, p.165) , perceived as useful tools for language learners who wish to communicate (STERN, 1975; ELLIS, 1986; CANALE & SWAIN, 1980) . The distinction made between grammatical, discourse, sociolinguistic and strategic competences (CANALE & SWAIN, 1980; O'MALLEY & CHAMOT, 1990) , as well as the contributions of O'Malley et al, (1985) who added and highlighted the social dimension, and Savignon & Sysoyev's enlightening article on sociocultural strategies (SAVIGNON & SYSOYEV, 2002) , have stretched the notion of communicative strategies beyond the language classroom walls situating them within learners' social context.
Most recently, particularly in the last two decades when language borders are 'leaking' and repertoires are very much dependent upon local communities, studies on pragmatics and on multilingualism have unveiled the way young people communicate in their own social contexts and within social media, and how they resort to translanguaging practices, practices that "take us beyond the ugly and simplistic labels of grammartranslation versus communicative language teaching that have reduced English to a language used and taught only in its own presence" (PENNYCOOK, 2008, 30.7) .
Some of these studies (CANAGARAJAH, 2013 (CANAGARAJAH, , 2014 GARCIA & LI WEI, 2014; PENNYCOOK, 2008) have emphasized the role of new forms of communication through English, taking place in different sociolinguistic environments, where younger multicultural generations use different types of cross-cultural communication as well as accommodation and mediation strategies in their interactions, where code-switching is now replaced by code-mixing and code-meshing.
Very recently the Common European Framework (CEFR) descriptors for language mediation have been developed and analyzed. Mediation is the fourth communicative language activity presented in CEFR, complementing reception, interaction and production (NORTH, 2016, 131) , as the CEFR described its function:
In both the receptive and productive modes, the written and/or oral activities of mediation make communication possible between persons who are unable, for whatever reason to communicate with each other directly. Translation or interpretation, a paraphrase, summary or record, provides for a third party a (re)formulation of a source text to which this third party does not have direct access. Mediation language activities, (re)processing an existing text, occupy an important place in the normal linguistic functioning of our societies." (COUNCIL OF EUROPE 2001, p.14) The CEFR description clearly hints at the relevance of this activity for learners' development in multilingual and multicultural contexts. As Brian North points out:
A fundamental point about mediation is that it is not concerned with the linguistic expression of a speaker. Instead, the focus is on the role of language in processes like creating the space and conditions for communication and/or learning, constructing new meaning, encouraging others to construct or understand new meaning, passing on information in an appropriate form, and simplifying, elaborating, illustrating or otherwise adapting input in order to facilitate these processes (mediation strategies). Mediation always involves bridging across spaces, facilitating understanding. (NORTH, 2016, p. 133) As a consequence, the use and development of mediation strategies have become a useful reference for teachers as well as for learners, and mediators become intermediaries between different interlocutors; this underlines the social and collaborative vision of language Implications for teaching materials The emerging language landscapes and the multicultural contexts demand "[…]a reconceptualization of the role of teachers of languages. Teachers enact the teaching of particular languages in their local context as members of distinctive multilingual and multicultural communities. They bring their own particular repertoires of languages, cultures, and histories of experiences that shape their frameworks of knowledge, understandings, values, and practices. It is these frameworks of interpretive resources that they use in mediating language learning with students who, in turn, use their own interpretive resources" (SCARINO, 2014, p.386) .
Angela Scarino (2014) points at how teachers in their localized contexts can revisit their own teaching and value learners' lives and languages; she highlights the very nature of teachers' new role and function, that of mediating language learning with their students. How can this turn into teaching materials created by teachers? One of the immediate investments can be based upon classroom based tasks for the development of learners' awareness of communicative, learning and mediating strategies use in authentic or semiauthentic projects and tasks. Teachers may start by developing specific conversation tasks based upon classroom project work where learners are asked to observe and take notes of the type of strategies used to:
-express a concept they could not find the corresponding word in English; -intervene in group discussions when making decisions about the project; -explain what to do when someone in the team did not understand; -negotiate meaning in discussions; -etc. They could then be asked to write their own strategy list with all the types of strategies that they have used or they noticed their mates used. This way teachers can plan a 'strategy use' set of materials whereby learners gradually realise whether they are resorting to their mother tongue or just creating new words, and how they use language -whether English, their L1, their local dialects, translanguaging, code meshing etc. -to facilitate meaning making. These activities could be associated with course-book materials on spoken language development and linked to watching excerpts of TV series where learners are asked to observe how language is used by characters to accommodate or to mediate with the interlocutors.
CULTURAL AND INTERCULTURAL COMPETENCE
Among the emerging issues in the new scenarios of English language teaching one is the notion of intercultural communication, in terms of both teaching and learning and of the competences learners from different cultural backgrounds might need and are expected to develop (BYRAM, 2008; CORBETT, 2010; COUNCIL of EUROPE, 2001; HOLLIDAY, HYDE, KULLMAN, 2004) . And this is particularly true in contexts where English is more and more being used as a lingua franca. "A key component of intercultural communicative competence is the ability to mediate between people in conflict, whose misunderstanding might well arise from differences in cultural perspectives." (CORBETT, 2010, p.9) Teachers of English all over the word are forced to revisit the content and the ways of delivery of their teaching, in order to equip their learners in different exchanges, including cross-cultural interactions. Too often failure of comprehension is attributed to faulty language competence, while -within an intercultural approach -learners may be sustained in identifying and value differences. Most of the literature on cultural and Since there is not only one route to achieving successful intercultural communication, it is important for teachers to devise teaching materials most suitable to the local contexts where they teach. Intercultural communication is one of those areas where there have been several theoretical publications, and few, but extremely rich, activity books providing suggestions at all levels, but it is one of those notions seldom included in course-books. Intercultural communication is a cross-curricular area since it is closely connected to the development of language awareness, of language functions, of all language skills, of grammar, and of lexis. Course-books usually provide readings on different cultures in a stereotyped way, disregarding implications for strengthening learners' communicative skills. Choosing to focus on learners' identities and on their ability to interact in multicultural environments is fundamental, since, "Intercultural learners use language to explore different cultures, and to mediate in those situations where cultural misconceptions occur" (CORBETT, 2010, p.2) .
Implications for teaching materials As mentioned before, there are few, but very interesting books on intercultural language activities (CORBETT, 2010; HOLLIDAY et al., 2004) , usually based upon categories such as identity, food, sport, politics, religion, conflict mediation, conflict resolutions, public spaces, domestic life, films, etc. . The structure of these activities includes an outline, a focus, and a procedure where learners are usually involved mainly in spoken interaction tasks. Most materials are available on the web, where learners can be asked to identify authentic samples of different cultures and identities. If a school platform is available to the students, they can use the platform for reinforcing their research of features of different cultures, but also, to sustain as well as use multicultural exchanges in international projects, as in the case of eTwinning or of TANDEM projects.
These types of projects may trigger the development of teaching materials that would integrate course-books and could be sustained by setting up discussion groups where learners are involved in identifying intercultural skills.
CONCLUSIONS
Teaching English as a globalized language in multicultural contexts requires appropriate materials that are being mostly developed by publishers all over the world, but course-book analyses have shown that course-books still disregard current developments of English, as in the case of English as a Lingua Franca, of new aural and oral resources, of new forms of communication, of multiculturalism and multilingualism, of language education, of the role of non-natives, and of tools such as corpora. Even if there have never been so many supporting books in the ELT industry, still teachers are alone in their local contexts where things are changing more deeply and profoundly than in the global dimension, and where the context demands for sustaining learners' identity development. Suggestions provided in this contribution aim at encouraging teachers to stretch the borders of their classroom walls and of their course-books, by becoming themselves authors in the local place.
Teachers should be empowered to develop supporting materials, they are the ones who can localize them, by identifying appropriate resources and adapting them to the local learners' needs, thus empowering their learners as well. "The effectiveness of classroom materials ultimately depends on how they are used by teacher and learners, and how that use enables learners to become competent in the language, however competence is defined" (GARTON & GRAVES, 2014: 273) 
